































































Second	and	foreign	language	projects	 in	pre-primary	 institutions	 in	Europe	have	been	influenced	
by	 a	 European	 language	 education	 policy	 in	 the	 last	 decade	 that	 stresses	 the	 importance	 of	
‘teaching	at	least	two	foreign	languages	from	a	very	early	age’	(European	Commission,	2002:	44).	
In	2011,	the	European	Commission	published	a	policy	handbook	to	provide	guidelines	and	a	set	of	






of	 the	 European	 community	 will	 officially	 implement	 second	 or	 foreign	 language	 projects	 with	
children	of	six	years	and	under,	many	of	these	children	will	still	be	 in	pre-primary	education	and	
English	has	been	noted	as	 the	most	popular	of	 languages.	According	 to	 a	British	Council	 Survey	







annual	 conference	 organised	 by	 the	 Portuguese	 English	 Teachers’	 Association	 (Associação	
Portuguesa	 de	 Professores	 de	 Inglês	 -	 APPI)	 including	 sessions	 for	 and	 by	 pre-primary	 English	
teachers	since	April	20001.	More	recently	APPIforma	(the	association’s	professional	development	
centre)	has	received	a	higher	than	normal	number	of	 requests	for	 in-service	training	courses	 for	
English	 in	 pre-primary	 institutions,	 with	 a	 view	 to	 training	 both	 pre-primary	 professionals	 and	
English	teachers.		
	
With	 the	 recent	move	 in	 Portugal	 to	make	 English	 part	 of	 the	 1st	 cycle	 curriculum	 from	











recognition	 that	 there	 is	 a	 surge	 of	 interest	 internationally	 concerning	 pre-primary	 language	
learning,	a	study	‘Early	 language	 learning	 in	pre-primary	education	 in	Portugal’	was	initiated	by	
APPI	 in	 collaboration	 with	 Dr	 Sandie	 Mourão,	 and	 supported	 by	 the	 Portuguese	 Ministry	 of	




















private	 pre-primary	 institutions	 on	 mainland	 Portugal	 in	 May	 2015,	 with	 the	 deadline	 for	























pre-primary	 institutions	with	 English	 projects.	 Despite	 the	 smaller	 response	 rate	 for	 the	 private	
sector	 we	 believe	 this	 to	 be	 representative	 of	 reality.	 The	 other	 languages	 indicated	 in	 the	
responses	were	 second	 foreign	 languages	 and	 existed	 in	 private	 institutions	 only	 –	 these	 other	
languages	were	were	Spanish,	French,	Mandarin	and	German.		
	
Figure	 1	 shows	 the	 number	 and	 distribution	 of	 the	 foreign	 language	 projects	 across	
mainland	 Portugal	 demonstrating	 that	 there	 is	 greater	 evidence	 in	 both	 the	 public	 and	 private	
sectors	 in	 the	 urban	 areas	 of	 Lisbon,	 Porto	 and	 the	 Northern	 regions	 of	 Portugal,	 however	 in	






































In	 the	 public	 sector	 just	 under	 60	 per	 cent	 of	 foreign	 language	 projects	 take	 place	 during	 after	
school	activities,	and	thus	considered	extra-curricular.	They	are	organized	within	the	 local	 family	


















2 Atividades de Animação e Apoio à Família (AAAF)	functions to support parents and carers so that children 
can stay in school once the curricular activities have ended. It usually runs from 15.30 to 17.30 and is 























































































































When	 the	 results	 in	 Figure	5	are	 seen	 together	with	 the	 those	 in	Figure	6,	which	 shows	
how	 long	 the	 English	 sessions	 last,	 it	 is	 clear	 that	 these	 projects	 are	 likely	 to	 fall	 into	 a	 low	
exposure	 instructed	foreign	 language	 learning	model.	 In	both	sectors	the	results	are	similar,	 just	
over	50	per	cent	of	the	responses	indicate	that	sessions	last	between	30	and	45	minutes,	with	just	
over	 30	 per	 cent	 indicating	 sessions	 last	 for	 45	 to	 60	minutes.	 There	 is	 also	 evidence	 in	 these	
graphs	that	bilingual	projects	may	exist	-	one	school	cluster	with	seven	pre-primary	schools	in	the	












































































































cent	 of	 the	 private	 sector	 responses	 indicated	 pre-primary	 professionals	 are	 responsible	 for	
English	 and	 in	 both	 sectors	 between	7	 and	 10	 per	 cent	 of	 the	 projects	 are	 the	 responsibility	 of	
both	the	educator	and	the	English	teacher.		
	
Recommended	 qualifications	 and	 competencies	 are	 difficult	 to	 ascertain,	 however	





principles	 of	 pedagogy	 and	 child	 development	 as	 well	 as	 being	 sufficiently	 confident	 to	 speak	
















































public	 sector	 these	 included	 degrees	 in	 primary	 education,	 international	 relations,	
communications,	and	social	services.	In	the	private	sector	the	variety	was	far	greater	and	included	
degrees	in	pre-primary	and	primary	education,	psychology,	art,	languages	and	administration,	law,	
nursing	and	English	 literature.	 Five	per	 cent	of	 the	English	 teachers	were	native	 speakers	 in	 the	
public	 sector	 and	 10	 per	 cent	 in	 the	 private	 sector.	 Other	 qualifications	made	 reference	 to	 the	
teachers’	 language	 qualifications,	 which	 ranged	 from	 a	 grade	 12	 school	 leaving	 certificate	 in	
English	 (CEFR3	level	 B2)	 to	 the	 Cambridge	 proficiency	 certificate	 (CEFR	 level	 C2).	 Around	 10	 per	










are	 one	 of	 a	 number	 of	 duties	 they	 are	 responsible	 for	 within	 the	 institution,	 or	 are	 they	
peripatetic,	external	staff	members,	visiting	 the	 institution	 for	 the	English	sessions	only?	Around	






































after	 school	 and	 thus	 organised	 by	 external	 entities	 (e.g.	 town	or	 parish	 councils	 and	or	 parent	
associations).	English	teachers	in	these	situations	are	usually	contracted	by	these	other	entities	as	
part-time	 teachers	 working	 with	 green	 receipts.	 There	 was	 a	 striking	 difference	 between	 the	
public	and	private	sector	 figures	where,	 in	the	 latter,	 just	over	45	percent	were	permanent	staff	
members.	 It	should	be	noted	that	a	project	that	involves	external	members	of	staff	 is	unlikely	to	






Reilly,	 1997)	 suggest	 the	 use	 of	 puppets,	 songs,	 rhymes	 and	 chants,	 stories	 and	 game-like	
activities.	Teachers	are	also	encouraged	to	use	visuals	accompanied	by	mime	and	dramatization.	















































In	 the	 original	 survey	 sent	 to	 the	MoE	 for	 approval,	 the	 list	 of	 items	 to	 select	 included	
textbooks.	This	item	was	removed,	as	textbooks	are	not	recommended	in	pre-primary	education.	
Nevertheless,	 respondents	mentioned	the	use	of	textbooks	 in	 ‘Other’	 resources.	Ten	per	cent	of	
the	respondents	from	the	private	sector	selected	‘Other’	resources	of	which	two	thirds	confirmed,	
using	the	comment	tool,	 that	textbooks	or	worksheets	were	used	 in	their	 institutions.	There	 is	a	
proliferation	of	published	resources	available	through	the	national	and	 international	pre-primary	
English	Language	Education	market.	These	publications	can,	if	well	selected,	provide	a	very	useful	





The	 European	 Commission	 guidelines	 quite	 clearly	 recommend	 that	 early	 language	 learning	 ‘be	
integrated	 into	 contexts	 in	which	 the	 language	 is	meaningful	 and	useful,	 such	as	 in	everyday	or	
playful	situations,	since	play	 is	the	child’s	natural	medium	of	 learning	 in	pre-primary’	 (2011:	14).	
Robinson,	 Mourão	 and	 Kang	 (2015)	 also	 suggest	 a	 ‘holistic	 and	 integrated	 approach	 to	 the	
teaching	of	English	at	pre-primary	level’	(p.	29),	combining	teacher-led	activity	and	child-initiated	
play	 in	 the	 foreign	 language.	 Thus,	 one	 of	 the	 objectives	 of	 the	 survey	 was	 to	 begin	 to	 collect	
evidence	of	different	practices	and	approaches,	 in	particular	those	which	allowed	for	 integration	
of	the	foreign	language	projects	as	well	as	collaborative	practices,	which	have	also	been	shown	to	








Naturally,	 if	 a	pre-primary	professional	 is	 responsible	 for	 a	 foreign	 language	project	 it	 is	
likely	 that	 the	 project	 will	 be	 integrated	 into	 his	 /	 her	 daily	 practices	 and	 planning.	 However,	
results	 thus	 far	 show	 that	 the	 majority	 of	 English	 teachers	 are	 not	 pre-primary	 professionals.	
Projects	 of	 a	 curricular	 nature	 are	 also	 more	 likely	 to	 provide	 opportunities	 for	 collaboration	
resulting	 in	 an	 integrated	 foreign	 language	project.	With	 this	 in	mind	 the	 responses	 pointing	 to	
curricular	English	projects	were	further	analyzed	with	a	view	to	collecting	additional	evidence	of	
integration.	The	four	practices	considered	supportive	of	an	integrated	approach	would	be	1)	joint	
planning,	 realization	 and	 assessment	 of	 the	 foreign	 language	 project	 between	 educator	 and	
foreign	 language	teacher;	2)	the	pre-primary	professional	participating	 in	the	English	sessions;	3)	








Key:	 E1:	 Educators	 and	 foreign	 language	 teachers	 plan,	 implement	 and	 assess	 together;	 E2:	 Educator	
participates	 in	the	foreign	 language	sessions;	 E3:	There	 is	foreign	 language	learning	area	 in	the	classroom;	
E4:	The	teacher	is	a	permanent	staff	member.	
	
From	 figure	 11	 we	 can	 see	 that	 in	 curricular	 English	 programmes,	 both	 the	 public	 and	
private	sectors	indicated	a	fairly	high	proportion	of	joint	planning,	implementation	and	assessment	
of	 the	 English	 project,	 just	 under	 70	 per	 cent	 in	 both	 cases.	 In	 relation	 to	 the	 pre-primary	
professional	remaining	 in	the	classroom	during	the	foreign	 language	sessions,	 in	the	state	sector	































Regarding	 the	 existence	 of	 a	 learning	 area	 devoted	 to	 English	 -	 in	 the	 public	 sector	 this	 was	
signalled	 in	 just	under	25	per	cent	of	 the	 responding	 institutions	and	 in	 the	private	sector,	 in	as	
many	as	41	per	cent.	In	relation	to	whether	the	English	teacher	is	a	permanent	member	of	staff,	as	
we	have	already	seen,	in	the	public	sector	this	is	highly	unusual,	and	was	noted	by	3.5	per	cent	of	







46	 per	 cent	 of	 the	 pre-primary	 institutions	 that	 responded	 to	 the	 survey	 in	mainland	 Portugal.	
English	 projects	 in	 the	 main	 begin	 when	 children	 are	 3	 years	 old	 and	 are	 most	 likely	 to	 be	
considered	 language	 exposure	 programmes,	 the	 objective	 of	 which	 is	 to	 ‘prepare	 and	 help	
children	to	learn	a	new	language’	(European	Commission,	2011:	15).	In	the	main,	children	receive	





Results	 from	 this	 survey	 also	 indicate	 that	 there	 is	 no	 such	 thing	 as	 equal	 opportunity	
when	 it	 comes	 to	 learning	 a	 foreign	 language	 in	 pre-primary	 education	 in	 Portugal	 –	 it	 would	
appear	 that	 a	 child	 attending	 a	 private	 pre-primary	 institution	 is	 more	 likely	 to	 receive	 an	







The	 study	 did	 not	 require	 that	 respondents	 indicate	 reasons	 for	 their	 choice	 of	 English	 as	 the	







sensitization	 model,	 exposing	 children	 to	 other	 languages	 to	 support	 a	 more	 plurilingual	
education,	 then	 it	 would	 be	 more	 appropriate	 to	 include	 languages	 other	 than	 English.	 Being	












We	 suggest	 that	 accredited	 in-service	 professional	 development	 courses	 be	 established	 for	 pre-
primary	professionals	and	language	teachers	to	support	and	develop	the	implementation	of	a	pre-
primary	early	language	learning	project.	As	such,	APPI	and	APEI	have	successfully	begun	a	formal	


















2015	with	a	 closing	deadline	of	 late	 June,	most	pre-primary	 institutions	were	about	 to	 close	 for	
summer	 holidays	 upon	 completion	 of	 Phase	 1.	 Phase	 2	 of	 the	 study	 was	 thus	 considerably	
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